Introduction
In prior articles, 1 we advocated for a required fifteen-credit, three-year, persuasion-based, linear legal writing curriculum. Our model begins with persuasive advocacy from the first day of law school, and takes a sequential approach that mirrors the practice of law-from the initial client meeting to the appellate brief. It includes a separate track for those interested in transactional work, incorporates alternative dispute resolution and settlement simulations, and involves students in researching and drafting amicus briefs before federal appellate courts. Students are also offered several electives each semester to complement their required course load, and receive intense training in narrative storytelling, rewriting, and editing.
In this article, we incorporate our proposal into the broader curricular context, and argue for more separation, not more integration, among the analytical, practical, and experiential pillars of legal education. All three are indispensable- and independent-pillars of real-world legal education:
2 (1) the analytical focuses on critical thinking; (2) legal writing combines-and refinesthinking through practical skills training; and (3) experiential learning involves students in the practice of law. To help law students master all three, the curriculum should be designed in a largely sequential (although sometimes concurrent) order, to embrace, not blur, their substantive differences, and to approach inter-foundational collaboration with caution. Broadly speaking, analytical training should dominate the first year in legal writing, but should include an experiential component. The second year should combine analytical and practical skills training, and the third year should focus extensively on clinical work.
Of course, as stated in a prior article, a linear approach is not necessarily the best or most effective way to incorporate more writing classes into the curriculum. But three years of required legal writing, however structured, will likely benefit law students and the legal profession. As a recent article in the Wall Street Journal reported, college graduates "lack writing skills, " in part because "schools are not placing sufficient emphasis on writing and grammar. " Coupled with the substantial criticism from lawyers and judges about recent graduates' weak writing skills, this places a high burden on law schools to focus more extensively 2 See, e.g., Ann Marie Cavazos, Next Phase Pedagogy for the Twenty-First Century Legal Education: Delivering Competent Lawyers for a Consumer-Driven Market, 45 Conn. L. Rev. 1113 (2013) (analogizing American legal education to barrister training in England, which has "three main phases … academic, vocational, and pupillage"). " on writing, composition, and legal drafting. 3 That takes time-certainly more than a year.
We also recognize that law schools have different missions, and that the caliber of students can vary significantly. Our suggestions, therefore, may not be appropriate or desirable at many law schools, particularly when considering the value of different pedagogical approaches. In fact, as shown in the graph below, we surveyed the top 140 law schools and found substantial differences in the number of required legal writing credits. Our survey also revealed that lower-ranked law schools tend to require significantly more legal writing credits than the top schools:
Many reasons may support this, such as an increased focus on practical skills training, or the quality of writing and analytical skills that students at various law schools exhibit.
Ultimately, however, while each law school may take a different path, the goal in legal writing pedagogy should not simply be to produce good thinkers and writers, but also lawyers who understand context, exercise sound judgment, and practice strategic decision making. That may require five credits at one school, or fifteen at another. In our view, the more required writing courses, the better. Good writers know the value of repetition, rewriting, and reflection. So should law students.
Part II discusses how the analytical, legal writing, and experiential components can be best organized to maximize outcomes for students. Part III sets forth a sample curriculum, illustrating how this approach-along with a six-semester legal writing program-would manifest itself over three years. With the Carnegie Report's call for more practical skills training, 4 and the neurobiology of learning which demonstrates that students most effectively remember and organize knowledge when it is applied to real-world problems, 5 law school is on the precipice of change. And there is good reason for change. Law schools should not be think tanks. But they are not trade schools either.
Part
It is in the middle of these two extremes where students learn context, meet clients, deal with the "messy, human facts, in ways that real lawyers might, " 6 and have an emotional stake in the problems they solve, 7 that students can truly think, write, and negotiate like lawyers. It is also where students meet the law's rich complexity, and learn to exercise professional, strategic, and ethical judgment.
8
Put differently, the problem is not that law schools are failing to provide practical or experiential learning. Criticism from lawyers and judges is not focused on what "recent graduates can or cannot do, " 9 but on the failure to train beyond "judge-centered thinking. " " strategic decision making. Thus, at a time when law schools cost too much, and employ too few, 14 change is essential. As professors, who do not have the power to reduce prices, our only choice-and job-is to increase value.
Part of meaningful curricular change, however, is recognizing that, the more things change, the more they should remain the same. The consistent call for law schools to produce practice-ready graduates 15 begs the question of what "practical" and "experiential" training should mean in a law school setting where analytical reasoning is-and should be-at least equally important. Too much interplay risks undermining the value of each, but too much separation compromises their interrelatedness.
Achieving pedagogical harmony depends in large part on where, when, and how each pillar is incorporated into the curriculum. For example, should experiential components be included in the analytical or legal writing pillar (or both), and be taught in the first year? Conversely, should the analytical and experiential pillars be incorporated into legal writing courses? As explained below, the first question should, for the most part, be answered in the negative.
The answer to the second question is "yes, " based on the fact that the legal writing curriculum occupies a unique status as the in-between, and most complex, pillar. It is the bridge that connects analytical to experiential learning, and theory to practice. Unlike the other pillars, however, legal writing involves the application, acquisition, and creation of knowledge. To maximize outcomes in this challenging context, however, and to prepare students for the real world, the legal writing curriculum 14 Law students need to learn to recognize the complexity of their clients' stories and desired outcomes. The clients' problems may be messy, with difficult-to-determine facts, legal and nonlegal aspects, and multiple potential outcomes that may differently serve one or many of the clients' goals and aspirations. Second, law students should acquire a broad historical and contemporary sense of lawyers' varied roles in relationship to their clients, within and among institutions, and in society at large. A lawyer's ability to move the world closer to her client's desired endstate is intimately bound up with her ability to understand, and act within, these institutions and roles. Finally, students need to begin to develop the confidence and judgment that experience brings. For example, sharp analysis of the kind rewarded on an exam may suggest three lines of argument, but judgment might lead a lawyer to decide that her client's stated goals are better served by pursuing only one or two of them.
11
In discussing the shortcomings of legal education with a panel of eminent lawyers and judges, Professor Holmquist noted that "the discussion ... turned to the interplay of experience, analysis, understanding, and application, " 12 to graduate lawyers "who will contribute to the public good and who will serve their clients effectively and ethically. " 13 The message is clear: law schools may teach students to think critically, but not in a manner that transcends rules and legal analysis.
Additionally, law schools do not spend enough time teaching students the art of persuasive writing as a craft, a lawyering skill, and as a tool that requires 11 Id. at 353-54. 12 Id. at 353. 13 Id. at 353. 
"
should not try to be like the real world. Instead, it should put the practical before practice itself.
More specifically, legal writing professors should import doctrinal subjects into their assignments; 16 they should not export writing projects across the curriculum. By importing doctrinal subject matter into the legal writing assignments, students will learn the substantive law in a more engaging manner, and receive sufficient feedback on written assignments. This model not only prepares students for real-world lawyering in clinics, but also justifies a three-year, linear, and persuasionbased program that gives students sufficient opportunities to progressively refine their writing skills. Of course, while there are experiential components, e.g., oral advocacy and simulations, the focus should be on writing, rewriting, and revising, and on training students to present complex legal arguments with persuasive prose.
For these reasons: (1) the analytical pillar should dominate during the first year, focusing on developing students' critical thinking skills; (2) the legal writing (practical) curriculum should span all three years; 17 and (3) clinical training (experiential) should begin in the second semester of the second year, and be a primary focus in the third year. One might envision this as follows: [U]nder the "problem method" deduction of legal principles becomes not the end of legal education, but the means to an end-that, the adequate solution of the legion of problems which a dynamic society precipitates in ever-new combinations. ... The "problem method" recommends itself as a pedagogical device for re-orienting legal education to its major, basic task … The merit of the problem method is that it more effectively forces the law student to reflect on the application of pertinent materials to new situations and accustoms him to thinking of case and statute law as something to be used, rather than as something merely to be assimilated for its own sake. exploited by all law faculty. " 28 Moreover, "experts have existing frameworks (or schemas) to allow them to integrate new knowledge efficiently, " and therefore "can integrate new knowledge with little cognitive load. "
29 Thus, this would enhance students' understanding of the substantive law 30 because students learn more effectively when they combine "analysis and its application, " 31 through "acting like a lawyer and engaging in lawyer activity. "
32 But in the first year-especially the first semester-faculty should be cautious. The mutual benefits that thinking and writing afford each other should not be misunderstood to imply that the cognitive processes involved in analytical reasoning and writing proficiency are the same. They are not. 
36
This does not mean, however, that during the first year, in addition to including more problembased textbooks, doctrinal faculty cannot include writing assignments, such as drafting a complaint in civil procedure, a client letter in torts, or a retainer agreement in contracts. If, however, law schools extensively integrate writing assignments into doctrinal courses in the first year it may compromise a student's acquisition of both skills.
37
For example, drafting a complaint or contract will not substantially improve writing ability if there is insufficient time for rewriting and revision. And too much focus on writing in a doctrinal course can hinder the acquisition of substantive law, or the depth of material that is covered.
Thus, the better answer is to incorporate doctrinal writing assignments into legal writing courses, not incorporate writing assignments into doctrinal courses. As one scholar explains, "the same goals [in writing across the curriculum] are just as achievable by exporting discipline-specific work to the legal writing classes. "
38 Furthermore, the marriage between writing and thinking works best when students have a core foundation of legal knowledge 39 If the instructional format requires students to engage in cognitive activities that are irrelevant to the pedagogical goals, knowledge acquisition can be impeded. They simply become overwhelmed, turn off, and cannot develop effective schemas. Accordingly, this theory suggests that educational experiences should be fashioned in ways that do not impose a heavy extraneous cognitive load but instead help the student develop sound schemas for tackling similar situations in the future. Id. at 128.
professors to "help students build bridges between what they already know and ... what they are trying to learn. In the second and third years, however, after students have both an analytical and practical foundation, writing assignments should have a broader role in doctrinal offerings. Legal writing is the bridge to, not a centerpiece of, experiential learning, and an "excellent and easily adaptable venue, " 41 for including substantive law. The writing pillar is where law students refine their analytical skills and learn the art of persuasive argumentation, arguably the most important skill a lawyer must possess. 
Writing Is a Separate Discipline
While sharing similarities with the analytical and experiential pillars, legal writing is its own discipline, and involves two distinct skills. The first is "composition and writing theory. " 43 The second, and more difficult, skill, involves the "construction of thought, " not simply the "construction of a 40 43 Beazley, supra note 28, at 41, 49. Professor Beazley describes "critical writing" or "epistemic writing" theory as follows:
[It] encourages a writer, by herself and possibly with the assistance of others, to enter into a sustained and serious dialogue about the subject under consideration. This dialogue can generate a much fuller and richer consideration of contradictory evidence, counterarguments, and the complex elements of a subject than is ever possible in oral communications alone or in a strictly instrumental process of legal writing. The critical writing dimension (and thinking about writing as critical writing) is thus an integral aspect of effective legal analysis. Thus, while legal writing and casebook courses are "courses about how to think like a lawyer, " 51 the "main difference is one of process. "
52 As Professor Berger explains, "knowledge and truth are created by the process, rather than existing outside the process. "
53 Professor Beazley describes this process as follows:
In most casebook courses ... [s]tudents read appellate decisions and dissect them as a group ... discovering in the process the "thinking like a lawyer" that led to the various decisions of both attorneys and judges along the way. Ideally, the students learn both the doctrine of the particular subject matter as well as protocols for how to think like a lawyer in various situations. In the Legal Writing course, in contrast, the students work from the bottom up instead of from the top down. Typically, teachers present the students with a set of facts and ask the students to research like a lawyer, think like a lawyer, and write like a lawyer … [o]f course, this does not mean that the process of Legal Writing has three discrete steps; it is recursive, with the writer moving among thinking, researching, writing, and revising. We must abandon the hurriedness of trying to shoehorn research and writing training into two or three required semesters of standard LRW training. It likely was never a good idea to limit such training to two or three semesters in the first place; it is now apparent, given the remedial needs of many incoming law students, that the standard required two or three semesters is definitely not adequate.
68
In fact, a truncated legal writing curriculum leads to "analytic template deficiencies which result from years-long deprivation in the frequency and difficulty of writing, synthesis and research experiences. " 69 Accordingly, a three-year, persuasion-based, linear legal writing curriculum that carefully includes fictional (and real) clients, includes targeted simulations, 70 and focuses on strategic, context-based decisionmaking, is vital to developing each student's "personal and professional voice. "
71 It also serves to "expose students in a comprehensive way to a full range of skills that are required in the profession to gain experience in their post graduate professions. "
72
Acquiring these skills, however, takes time. It requires both reflection and self-assessment by students.
73 Indeed, to impart the "practical skills [that are necessary] to be able to competently practice law upon graduation, " 74 students need training in writing, rewriting, revising, and editing, assisted by 68 Id. at 323. individual attention and feedback. They must also learn, among other things, objective and persuasive writing techniques, narrative storytelling, the use of literary techniques, 75 and the organization of factual and legal arguments. As Rome was not built in a day, so legal writing cannot be effectively taught in a year.
Consequently, if the goal is to "provide increased opportunities to write more, " 76 then the goal should be to expand the required legal writing curriculum, not outsource writing into doctrinal areas. Indeed, as Professor Kowalski notes, "clinicians commonly experience the frustration that students seem to come to the clinic deficient in many legal writing skills. " 77 80 See, e.g., Linda Edwards, supra note 22, at 881. Professor Edwards explains the writing process as follows:
There are times during the creative process when the work is slow and its outcome seems doubtful. But patient work through all the necessary stages can produce something new and interesting, substantively strong, useful, and even aesthetically pleasing. Your writing will be a reflection of a part of yourself. You will learn to know yourself better as you write, and your writing will be your introduction Of course, while writing across the curriculum sounds promising, 81 the devil is in the details.
82
First, there are legitimate questions about its value. If improperly administered, it risks compromising the core analytic mission of doctrinal courses. In addition, the assignment's insignificance in grading, the unavailability of substantive writingfocused individual feedback, and the lack of any opportunity to rewrite and revise, may undermine the value of this approach as a writing enhancement tool. The same issues arise with respect to collaboration with doctrinal faculty members. They may decline to participate, or be hesitant to allow participation by legal writing faculty in the creation, review, or assessment of their students' work. 83 Of course, if doctrinal professors want to include writing assignments in their courses, then by all means they should. 84 But law schools should recognize that, while "requiring law students to write more in doctrinal and clinical classes, and not just in LRW, increases essential opportunities to write, "
85 it is quality, not quantity, that matters. Without sufficient time for individual feedback and revision, the rote drafting, for example, of an Answer is not going to improve writing or thinking skills. Knowing how to strategically respond to a party's factual allegations, however, and understanding when a motion to dismiss makes strategic sense, is preparing students to do what real lawyers do. Those skills will improve by "exporting discipline-specific work to the legal to a larger world. In the final analysis, it is the highly personal, creative nature of the writing process that will call you back time and again to the keyboard and the screen. Id. at 881. 81 
" writing classes, "
86 where students can rewrite and revise, and develop an authentic writing process.
Targeted Experiential Learning
Experiential learning can certainly enhance legal writing courses, but excessive emphasis can detract from the focus on writing as a discipline, and hinder the acquisition of effective writing and argumentation skills. As such, experiential learning should have a modest, yet targeted role in legal writing courses. It can, for example, give students the opportunity to "work on real clients' actual legal problems, " 87 whether through amicus, habeas, innocence, or other clinical projects. 88 Indeed, empirical evidence suggests that " [l] earning is best when students are self-regulating, engaged, and motivated learners, and when the learning process is active, experiential, collaborative, and reflective. "
89 Professor Thrower also explains that "this high interest level ... sustains them through the difficulties inherent in learning a new skill in a foreign environment. " 90 As one scholar explains:
Neurobiological findings suggest that learning is optimized when … the learning atmosphere is encouraging and supportive. We also know that when strong emotions are summoned in a training session, lessons are more easily recalled and applied in actual negotiating situations. Repetition and incremental deepening of ideas are also important to the synthesis and application of learning. Given these findings, effective training should include ample time for reflection, assimilation and integration of ideas. It should also involve a focus on actual situations that evoke authentic emotions, departing from the ubiquitous 86 Cavazos, supra note 72, at 36. Likewise, actual or simulated client interviews, depositions, mediation and settlement conferences, and oral arguments, 94 will assist in developing judgment and strategic decision-making skills.
Ultimately, the ability to create legal authors who can write-and think-and understand the strategic roles that lawyers-and litigation documents-play in the dispute resolution process is what separates the lawyers who simply write well from those who write like lawyers. None of this is possible "without a commitment to slowing down the process of researching and writing, " 95 and, we submit, maintaining a focus on the writing craft. To be sure, writing is the one skill that weaves through all specializations and is required in nearly all legal proceedings. It is the method by which lawyers communicate, make arguments, and resolve disputes. Despite its prominence, both practicing attorneys and judges continue to criticize the writing skills of recent graduates, and have called upon law schools to reform their legal writing curriculums. 96 Part of that reformation, however, depends on recognizing that doctrinal courses or clinical training (the "doing") cannot by themselves 91 LeBaron & Patera, supra note 5, at 415. 92 See, e.g., Jessie C. teach students how to be effective legal writers, and may, in fact, be unduly burdened if their analytical and experiential functions included mentoring and reviewing legal writing assignments.
97
In other words, writing is the prerequisite to a meaningful experience in clinics. Of course, while some of the assignments in clinics overlap, e.g., brief-writing and motion practice, clinics are not the place to teach IRAC, the art of writing concisely, organizing arguments, citing correctly, avoiding redundancy, or responding to counterarguments. Clinical training is where legal education meets practice, requiring students to interview and represent clients in criminal and civil matters, prepare for trial, and draft amicus and habeas petitions. These skills are not-nor should they be-a primary focus in legal writing courses, just as style and grammar proficiency should not detract from the transformative work legal clinics perform.
98

C. The Clinical Pillar-The Place for Experiential Learning, and Integrating the Analytical with the Practical
Good legal writing is never good enough. Law students will not learn how to write-or think-like the best lawyers unless they know how to win the game. Litigation is a game, and law students need to understand how it is played, and who the players are. Professor Susan Thrower explains as follows:
It is true that the short shrift that law school gives to most experiential or applied learning is problematic on a practical level, as Carnegie makes clear, because students graduate from a professional school largely unprepared for dayto-day practice. But law school may fall short in an even more fundamental way. Our pedagogy and curriculum-an over-reliance on neatly edited cases to the exclusion of working with messy, human facts, in ways that real lawyers might-obscures the inter-dependence of knowing and doing that is at the heart of thinking like 97 of applied learning opportunities may deny them the ability to write a fantastic brief. But the narrow focus on case-method learning may also deny students the opportunity to engage in sophisticated higher-order thinking about law and policy, problems, and goals, and about potential paths, obstructions, and solutions. 99 Without a real, messy human context, it does not matter how much the curriculum resembles "real-world" litigation. It does not resemble the real world at all.
And that fact will not change, regardless of how many simulations are conducted or actual litigation documents are drafted. 100 Without producing strategic decision makers and contextual thinkers, 101 law students will not master the art of persuasion. After all, law school, like the profession it serves, should unfold in an interpersonal-and interdisciplinarycontext. 102 You cannot strategically plan your next move, or craft a compelling narrative, until you can predict with reasonable certainty how the other players-judges, lawyers, juries, mediators, and experts-are likely to respond.
103
For these reasons, clinics are an invaluable part of legal education, where critical thinking, writing, and practice are combined in a real-world setting. 104 99 Holmquist, supra note 6, at 356-57 (emphasis added). 100 Id. at 353-54. 101 See, e.g., Brook K. Baker, Transcending Legacies of Literacy and Transforming the Traditional Repertoire: Critical Discourse Strategies for Practice, 23 Wm. Mitchell L. Rev. 491, 511 (1997) ("[e]xperienced legal supervisors and decision-makers expect young lawyers to use a purposeful knowledge-adaptation strategy to reconstruct preexisting legal authority in support of a rhetorical purpose, either to predict how a future decision-maker will decide the case or to make persuasive arguments to that decision-maker in order to advance the client's paramount interests"). 
"
Students "represent clients directly while being able to turn to faculty members for guidance, " 105 thus offering "high quality skills training directly modeled in the clinical training of medical students. "
106 While "the primary goal of clinical legal education … [is] to teach students how to learn from experience, " 107 it also "is a place where students learn not only the techniques of advocacy, but also the importance of advocacy in helping individuals solve their problems. " 108 In so doing, students learn "that legal advocacy can make a real difference for real people. " 109 The twin aims of clinical teaching show that, like the analytical and practical, it is a discipline. And students, particularly in the third year, should be allowed to go beyond the classroom, and into practice.
Importantly, however, clinical training would be burdened by excessive collaboration with legal writing or analytical faculty. Professor Kowalski states that "[m]entoring legal writing is extraordinarily time-consuming and, if unchecked, can detract from other important clinical teaching goals. " 110 Indeed, many practitioners "bristle at th[e] description" 111 of clinics as "general skills training. "
112 Emphasizing extensive collaboration with legal writing faculty, therefore, would compromise a writing pedagogy that emphasizes "composition theory and cognitive psychology, " 113 and a clinical focus on "overriding social-justice of the MacCrate Report, 33 Gonz. L. Rev. 1 (1998) (describing how the University of Idaho's Appellate Clinic successfully incorporated legal analysis and persuasive writing) commitments. " 114 And law students will suffer. The separation between each component of legal education is vital to a law student's stepby-step progression from thinker (analytic), to writer (practical), to lawyer (application).
Clinics are where law school should mirror medical school. 115 Medical education is based on "formal analytic reasoning in the sciences, coupled with clinical education in teaching hospitals. "
116
Professor Peterson explains as follows:
[T]he American medical education system is thought to be one of the most successful in the world because of its emphasis on experiential learning, critical thinking, and the integration of theory, skills, and the values that are learned, in part, by seeing, doing, and teaching within the appropriate structured educational setting.
117
The focus on "problem-based learning"
118 is designed to "educate the student ... in a traditional curriculum ... apply that learned knowledge to patient care … [and] train the student to be a lifelong learner. "
119 In fact, "clinical legal education has become its own sub-specialty with its own scholarly agenda, rather than just a training venue. "
120
To be sure, this does not mean that clinical and legal writing faculty should never collaborate.
121
In various ways, each can certainly enhance the other. As discussed above, involving first-year students in an amicus or habeas project provides a more dynamic context within which to teach legal research and objective writing, and expose 114 Id. at 306. 115 See Beverly Peterson Jennison, Beyond Langdell: Innovating In Legal Education, 62 Cath. U. L. Rev. 643 (2013) (comparing the medical and law school models, and offering proposals for change in legal education). 116 Id. at 648. 117 Id. at 648-49. 118 Id. 119 
Id.
120 Bard, supra note 70, at 203. students to social justice issues. 122 In addition, since "one of the major legal skills students use in almost every law school clinic is advanced legal writing, " 123 the legal writing faculty can provide support in reviewing and giving individual feedback to students. Clinical and legal writing faculty can also collaborate when creating assignments, such as real or simulated client interviews, mediations, oral arguments, and settlement conferences.
Despite the invaluable contribution of clinics, however, a mandatory, fifteen-credit "experiential learning requirement, " 124 is excessive. As several scholars at Yale Law School correctly explain, "students need to be provided with the analytical framework and knowledge necessary for solving complex legal problems and policy issues. " 125 Moreover, the "needs and resources of our schools and our students are too diverse for … [a] one-sizefits-all proposal. "
126 To be clear, experiential learning, through clinics or externships, is enormously valuable and should be an important part of any law school curriculum.
127 But no amount of clinicalor legal writing-instruction can, by itself, teach the critical-thinking skills that doctrinal courses emphasize. This does not mean, however, that clinics should not be required at all. A six-or eight-credit requirement, however, which would allow students to participate in multiple clinics, particularly in the third year, may strike a better balance.
122 Tonya Kowalski, supra note 98, at 285 (proposing "a comprehensive pedagogy for teaching and supervising legal writing in clinic"). 123 Id. Ultimately, the Carnegie and Best Practices Report recommendation, while not more of the same, is not the right kind of different. The real change that has to occur is in the third year, where students are given "messy, human facts, " 128 and are shown how to create order from a universe that extends beyond legal rules. Otherwise, even the most "real-world" assignments will be marred by the taint of a hypothetical cosmos. In an earlier article, 129 we set forth a proposed three-year, fifteen-credit, required legal writing curriculum that began with a fictional case (and client), and took law students on a linear path from the initial client meeting to the appellate brief. We also provided an alternative path in the third year for those students wishing to pursue a transactional career. As we stated in that article, our proposal was the beginning of a conversation, and not a rigid prescription for the future. It was designed, however, to show that legal writing courses can be distributed throughout the curriculum in a comprehensive yet manageable way, without drastic changes to the curriculum or substantially increasing the cost.
Part III
Here, we offer a second, closely related proposal and fit it within the broader law school curriculum. In so doing, we: (1) place the pillars in a mostly sequential, and somewhat concurrent order; (2) rank them, for each year, based on relevance and value; and (3) incorporate game theory into specific parts of the curriculum. 
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and public law schools required 88 and 87 credit hours for graduation, respectively.
131
The curriculum below is based on an 84-hour requirement, because that includes all but seven law schools. We follow each year's proposal with a discussion of schools where various aspects are already part of the curriculum, and explain why it is an effective pedagogical approach. In the first year, course instruction should focus on four things: (1) knowledge acquisition (learning substantive law and process); (2) critical thinking; (3) the impact of law on individual rights; and (4) strategic decision-making. The sample first-year curriculum places heavy emphasis on the analytical pillar, providing substantive knowledge about the structure of government, the processes governing civil lawsuits, and basic principles of contracts. The focus on abstract and critical reasoning is complemented, however, by experiential learning techniques that begin teaching students how to think in an adversarial, real-world (or hypothetical) context. Finally, the research component is taught against the backdrop of an amicus (or other selected clinical project) to increase first-year students' motivation and show them that "legal advocacy can make a real difference for real people. " 132 Additionally, the research and citation component contains a reading requirement, which is based on the assumption that, before they write well, students must read excellent legal and literary works. 133 Moreover, substantive legal writing does not begin until the second semester, for the purpose of easing the students' transition into law school, and to ensure that they begin the writing process with a foundation in analysis, research, and citation. 134 As described 132 Id. in an earlier article, 135 our proposed legal writing curriculum begins with student participation in an actual amicus project, followed by a hypothetical case (and fictional client), that takes students through two client interviews, a client letter, and three objective memorandums (one partial, one closed, and one open). Included within our courses are additional opportunities to participate in amicus or habeas projects, in addition to clinical offerings.
Finally, as suggested above, legal writing instructors can also, to the extent feasible, offer legal writing courses in specialized doctrinal areas to increase student enthusiasm. 136 The objective is three-fold: training students to think like lawyers, negotiate like lawyers, and understand the value of public service.
Importantly, although constitutional law is typically taught in the second semester of the first year, its placement in the first semester will enhance students' abstract and critical thinking skills, while also providing foundational knowledge about the structure of government and individual rights. 137 The inclusion of a course on negotiation is intended to enhance the students' strategic decision-making and professional judgment through understanding the rules affecting human behavior. 138 Indeed, William Mitchell College of Law has pioneered a program entitled "Writing and Representation: Advice and Persuasion" (WRAP), where first-year students "learn fundamental research, analysis, and writing skills, as well as techniques for counseling and representing clients. " 139 Students also "acquire additional skills for use in the various settings where lawyers persuade other lawyers and judges, including in contract negotiation, dispute mediation, and motion practice. "
140 One suggestion would be to incorporate basic instruction on game theory as a way to develop students' skills as negotiators, drafters, and oral advocates.
B. The Second Year-The Analytical and Practical Skills Model
The second year is where the analytical and practical combine to help students "weave thought and knowledge through language, " 141 and continues the emphasis on analytical and practical skills training. In Persuasion III students draft a complaint in federal court, a motion to dismiss under Federal Rule of Civil Procedure 12, and participate in a mock settlement conference.
142
In the spring semester, Persuasion IV requires students to draft an answer, conduct discovery, and to file a motion for summary judgment. We also introduce a clinical component in the second semester of the second year, to give students the opportunity to "act like lawyers, " which we believe will spark their enthusiasm in public service and help to prepare them for summer internships. Of course, since the second (and third) years are primarily, if not exclusively, elective, we include only suggested courses. Some scholars have argued for the elimination of the third year of law school, 143 while others have advocated for major reforms. 144 Professor Karen Tokarz explains as follows:
When you haven't changed your curriculum in 150 years, at some point you look around: "[S]cores of scholars, judges, and practitioners have written withering critiques of law school, usually focusing on the latter half of school Under our model, students would, at a minimum, take six credits worth of clinics, over two or three semesters, combined with fifteen writing credits, spread over three years, for a total of twenty-one credits involving practical and experiential training. This approach spreads out the writing process, but concentrates the clinical courses so that students gain significant experience prior to entering practice. The goal should be to create a curriculum "that makes sense for the third-year student, " 149 "meets the practical needs of students who are likely to practice on their own or in small firms, " 150 and "provides an educational benefit that aspiring lawyers of substance could not afford to pass up. "
151
Conclusion
Law school is not very different from life. Our relationships with other people depend in substantial part on how we communicate, both in what we say and how we say it. That requires an understanding of human behavior, which cannot be learned from a book or a set of rules. It comes from experience. Real-world knowledge requires interaction with people, just like legal "street smarts" require experiential learning.
But we cannot simply throw law students into the "experience" and tell them to figure it out. Rules-and skills-are the legal upbringing that prepares students for successful interaction with clients, lawyers, and other judges. If the foundation is weak, the experience will be too. And if the foundation is strong, but the experience is lacking, the graduate will, sadly, be forced to figure it out. That hurts more than the law student. It damages the legal academy, the profession, and the clients we serve. This proposal will hopefully begin a meaningful process of collaboration and collegiality-to make law school more like life.
